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Abstract
International mindedness and global citizenship are two key terms within international education, which 
underpin much of the discourse within the International Baccalaureate Diploma Programme. This article 
proposes how a participatory approach to education for international mindedness and global citizenship can 
help educators within international schools to encourage students to think critically about reality beyond 
their ‘ivory tower isolation’, questioning the inequalities in the world that surrounds them. The article shows 
how the use of a critical, participatory pedagogy within the field of service learning can be employed in order 
to explore what global citizenship and international mindedness mean in the context of the International 
Baccalaureate Diploma Programme. The article also proposes that this participatory, critical inquiry involves 
engaging students as researchers as an effective pedagogy in order to bring about new knowledge and 
understandings relating to the concepts of global citizenship and international mindedness.
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Introduction

This article lays out the justifications for a pedagogy for international mindedness and global citi-
zenship that can provide a service learning programme that is underpinned by the mission of the 
International Baccalaureate Organization (IBO) and the aims of the IB Diploma Creativity, Activity, 
Service (CAS) programme. The pedagogy is one of student participation, where students work 
alongside their teachers as inquirers into best practice. Such a pedagogy responds to the notions of 
‘open, democratic classrooms’ and the ‘interplay of asking, doing and thinking’ that form an IB 
education (IBO, 2013: 4); these principles are evident in the cycle of inquiry, action and reflection 
as shown in Figure 2.
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The article begins with an overview of my own professional context and what drives me to be 
motivated towards employing a democratic pedagogy of student participation for service learning 
within the IB Diploma Programme (DP). There then follows a discussion about the concepts of 
global citizenship and international mindedness and how our pedagogical approach itself should 
mirror these concepts; such an approach gives practical meaning to the IB Diploma Learner Profile, 
a set of 10 attributes that all IB students should strive to be: inquirers, knowledgeable, thinkers, 
communicators, principled, open-minded, caring, risk-takers, balanced and reflective. The article 
then advocates for a suitable pedagogy to meet these aims, namely, involving students as partici-
pants in shared inquiry, and the adoption of a critical approach with social justice and action-ori-
ented aims. It is then suggested that this pedagogy can be realised through a critical service learning 
model, with students acting as researchers and critical enquirers alongside their teachers.

My teaching career has always been within the IBDP, half of which was at secondary schools in 
the United Kingdom offering the IBDP in the final 2 years of school (years 12 and 13) and the other 
half at an international school (high school, grades 9–12) in Central Switzerland. At the UK 
schools, I was a teacher of German (language acquisition), and in Switzerland, this role has been 
accompanied by the coordination of the high school service learning programme and the IBDP 
CAS programme. CAS forms part of the ‘core’ of the IBDP, alongside the Theory of Knowledge 
(TOK) course and a research project leading to the Extended Essay. Through CAS, service is there-
fore an important part of the IB Diploma student’s experience. Service Learning, a term often 
encountered in this context, is defined as ‘students applying their knowledge, skills and talents 
toward authentic community needs to improve the common good while continuing to meet and 
exceed academic expectations’ (Berger Kaye, 2016: 36).

While the schools in the United Kingdom were partly international in nature as a number of 
pupils from overseas lived in boarding accommodation, they were not known as international 
schools by name. Indeed, what makes one school an international school may in some cases be 
simply a name, based on the demographics of its pupils, whereas in others it may (and should) be 
that the ethos, the culture and the values of the school are founded on long-standing humanist and 
progressive principles of international education such as international understanding or fundamen-
tal human rights and freedoms as laid out in the Universal Declaration of Human Rights (United 
Nations, 1948). If one or more of the IB programmes are offered by any school, then this school’s 
values should in effect be underpinned by the values of the IB: namely, international mindedness 
and global citizenship. The concept of international mindedness is laid out in the mission statement 
of the IBO, in that its programmes aim to ‘develop internationally minded people who, in recognis-
ing their common humanity and shared guardianship of the planet, help to create a better and a 
more peaceful world’ (IBO, 2015). In the IBDP CAS programme, where students undertake a 
variety of projects and experiences that demonstrate both personal and social growth, one aim is to 
foster international mindedness, with the ‘ultimate goal of developing responsible global citizens’ 
(IBO, 2015: 4).

As an IBDP teacher at an international school which subscribes to the IB mission and which 
offers the CAS programme as part of the DP, international mindedness and global citizenship are 
concepts that both teachers and students in my context should understand and practise. In my 
role as coordinator of CAS and service learning at this school, I see my role as a pedagogical 
leader rather than simply as an administrator. My challenge therefore is how to achieve the 
required understanding and practices that pertain to the concepts of international mindedness 
and global citizenship. This article explores issues relating to the pedagogy with which I engage 
in doing so.
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Global citizenship and international mindedness

Global citizenship and international mindedness are two terms that should not be unfamiliar to 
educators working within the frameworks of one or more of the programmes of the IBDP, Middle 
Years Programme (MYP), Primary Years Programme (PYP) or Career-related Programme (CP). In 
fact, these terms are referred to so often that the most tempting thing to do is to switch off as soon 
as they are mentioned and file them away into the catalogue of over-used, yet still abstract, termi-
nologies that exist in the shelves of teachers’ minds. If this is how teachers feel about them, then 
how must the students feel? A recent student of German in one of my classes was determined to 
include the phrase ‘interkulturelles Verständnis’ (intercultural understanding) into his oral presen-
tation as much as he could, as he was convinced that this was what the IB examiners wanted to 
hear. This is not to say that we had not attempted to discuss the term in depth and to analyse what 
it might mean, but it is an example of how students are learning to use and manipulate the terms in 
order to jump through the metaphorical hoops of the Diploma examinations. Surely, there is more 
intended by the discourse than this? What do the terms global citizenship and international minded-
ness mean for our pedagogy, and how can we make them meaningful to students?

An education for global citizenship: a critical pedagogical model

In an IB position paper, Davy (2011) argues for a curriculum for global citizenship in which the 
curriculum is an approach to learning, not ‘an addition to the curriculum’ (Davy, 2011: 3). She 
proposes that requirements for a successful curriculum for global citizenship are as follows: (1) 
knowledge and understanding of global issues, (2) critical thinking skills and (3) pluralistic atti-
tudes (Davy, 2011: 3). So what is the difference between global citizenship as a notion and an 
education for global citizenship? According to Tarc (2012), global citizenship can be viewed as a 
‘discursive intervention that constructs a historical present and set of (new) challenges to which an 
education for global citizenship is to respond’ (Tarc, 2012: 106). One thing that is striking about 
the concept of global citizenship, and something that should be advocated for, is that it encourages 
criticality. As Peterson (2002) notes, experience may be ‘the best teacher … but only when it is 
subjected to critical analysis’ (Peterson, 2002: 167). This critical approach to education involves 
granting students the opportunity ‘both to examine various perceptions and to reflect upon the 
contradictions they uncover among them’ (Kincheloe and Steinberg, 1997: 22). Entering such an 
arena of critical thinking within a framework of global citizenship in schools can be a dangerous 
path to tread, if this means that the very power hierarchies within which one finds oneself are to be 
uncovered. Could it be too risky to reveal how our institutions as ‘Western knowledge producers’ 
(Kincheloe, 2008: 10) could in fact be upholding and imposing certain dominant values? In think-
ing in this way, controversial issues may have to be handled, and many teachers feel apprehensive 
about doing this (Roberts, 2009). However, it must be argued that this critical approach is what is 
required if we are to allow our students to fully engage with global issues and examine why and 
how structures and systems function in the world. The process of ‘ceaseless questioning rather than 
of reinforcing dogmatisms’ (Wright, 2012: 62) is what critical pedagogy is about.

International mindedness: definition through dialogue

As mentioned above, the term international mindedness clearly underpins the discourse of all IB 
programmes. In describing what constitutes an IB education, the IBO describes the relationship 
between its own IB ‘learner profile’, namely, 10 key attributes for its learners, and international 
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mindedness: ‘the IB learner profile describes the attributes and outcomes of education for inter-
national-mindedness’ (IBO, 2013: 1). In other words, as Plotkin states, the IB learner profile is in 
effect ‘international mindedness in action’ (Plotkin, 2013: 3). Yet, what if the structure of schools 
and the nature of our pedagogy do not allow these attributes to come to life as they should? To 
what extent does our own approach as teachers mirror the qualities of the learners that we are try-
ing to nurture, namely (the 10 attributes of the IB Learner Profile), ‘inquirers, knowledgeable, 
thinkers, communicators, principled, open-minded, caring, risk-takers, balanced and reflective’? 
(IBO, 2013).

As is widely recognised (Plotkin, 2013), the term international mindedness is difficult to define. 
In order, therefore, to give it real meaning within a particular context, why not allow students to 
come to their own definitions through shared dialogue about it? If teachers within international 
education believe in the democratic ideals that are advocated for, students can be given the oppor-
tunity to define this terminology in their own terms and to make it meaningful to them; a pedagogy 
that engages them as participants in critical discourse can be the means to do this. As Roberts 
(2009) states, the search is on for new terminology within the IB. Perhaps the students can be the 
ones to make such suggestions for the future of the IB Diploma. Rather than simply constructing 
knowledge by ‘making meaning’ for themselves, perhaps even ‘new knowledge’ (Lambert, 2014) 
can be created. As IB educators, a constructivist approach to knowledge creation is nothing new; 
inquiry-based learning is at the heart of much of what we as IB educators do. Yet, are we providing 
the required climate for the right types of critical thinking? Is the next step towards active partici-
pation and independent research being taken? As Dewey (1938) states,

setting up conditions which stimulate certain visible and tangible ways of thinking is the first step. Making 
the individual a sharer or partner in the associated activity so that he feels its success as his success, its 
failure as his failure, is the completing step. (p. 12)

Within our classrooms, there is still much room for this ‘completing step’ to emerge; a participa-
tory, democratic approach can pave the way.

A participatory democratic, pedagogical approach

In line with recent calls for a pedagogy for global citizenship education (Davy, 2011; Hayes Jacobs, 
2010; Roberts, 2009) and for support for teachers in promoting international mindedness (Hayden 
and Thompson, 2013: 199), it seems that the way forward is through a participatory, democratic 
approach to both global citizenship and international mindedness, with a specific social justice 
aim. Rather than imposing these terms upon students and teachers alike and expecting that they 
underpin teaching and learning, one can come to a shared understanding of what they mean in the 
context of one’s school, and knowledge can be created by teachers and students participating 
alongside each other as equals. Hart’s ‘ladder of participation’ model (Figure 1) outlines the vary-
ing degrees to which children or young people can participate in their learning; the highest amount 
of participation involves decisions that are shared with adults and are child-initiated.

So what could a democratic approach to global citizenship and international mindedness look 
like? Would it ‘mirror the open nature of a democratic society’, where the teacher is a ‘problem 
poser or creator’, rather than a ‘solution-giver’? (Kelly, 1995: 114). Can democracy as an ideologi-
cal construct ever in fact exist? Perhaps the answer is a resounding negative, but what is important 
is what Kelly (1995) recognises, namely that ‘ideal constructs encapsulate moral principles, and 
this central feature of them must be recognized in all attempts to implement or act on them’ (Kelly, 
1995: xv).
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The IB advocates a ‘progressive educational model’, with the teacher as the ‘facilitator of learn-
ing, enabling students to construct meaning for themselves’ (Fabian, 2011: 24). While these are the 
ideals, it is questionable as to what extent these educational models are practised, due to varying 
contextual circumstances of schools where IB programmes are offered. The proposed pedagogy 
involves students participating in shared inquiry alongside their teachers; reflective students act 
together with reflective practitioners in a cycle of knowledge creation. This models the cycle of 
inquiry, action and reflection within the IB programmes (Figure 2).

The justification for the proposed participatory, critical pedagogy, which is in itself a research 
methodology in that it involves students engaging in inquiry alongside their teachers, is that if the 

Figure1. Hart’s ladder of children’s (or youth) participation (Hart, 1992).
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aim of any school offering IB programmes is to work towards educating for global citizenship 
(Roberts, 2009), then active student participation in the school community is vital; participatory 
methodologies should in fact be an underlying approach to education for global citizenship (Oxfam, 
2006). In his discussion of citizenship as an area of education, Breslin (2011) comments that 
‘empowering and engaging with the voice of students is vital to this pedagogy’ (Breslin, 2011: 59). 
Yet, to what extent can students really be empowered by having their voice heard? Whose voices 
are heard and how? What will the level of participation be? These are some problematic areas of 
the proposed participatory pedagogical approach that will be addressed below.

A critical approach: taking action

How can a democratic pedagogical approach model the theoretical democratic aims of global citi-
zenship? The first step in responding to this question is to identify what these democratic aims are, 
and then one can consider how an IB education advocates for a participatory, democratic model of 
teaching and learning. One must, however, go even further and critique the IB discourse, proposing 
how the IB needs to move forward in order to fulfil the aims of its own ideology, namely, in allow-
ing for a more critical form of education to emerge – a pedagogy that is ‘invested in genuine social 
change’ (Wright, 2012: 62). Rather than reflection being the valued process, a critical approach 
would have action as the ultimate utopian goal.

As global educators, IB teachers should go ‘beyond a value-neutral look at globalisation’ and 
towards one that ‘centralises issues of justice and caring’ (Hytten and Bettez, 2008: 175). In order 
to cultivate social justice commitments, students’ perceptions of themselves in a fair world should 
be challenged. This critical nature of global citizenship is in fact addressed in IB discourse. Global 
Engagement, together with Multilingualism and Intercultural Understanding, is a global context of 
an education for international mindedness, and critical thinking is mentioned specifically, namely, 
globally engaged people ‘critically consider power and privilege, and recognize that they hold the 
earth and its resources in trust for future generations’ (IBO, 2013: 7). The series of Global 

Figure 2. Model for teaching and learning in the IB Diploma Programme (IBO, 2013: 4).
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Engagement resources that are produced by the IB suggest ways to work with global issues with 
our students, including the environment, development, conflicts, human rights and cooperation, 
and governance. These resources also suggest ways in which students can take action in these 
areas, adhering to the ‘sober optimism’ of global citizenship, in that ‘individuals can make a differ-
ence, especially if they cooperate’ (Dower, 2003: 45).

Yet, to what extent are we really encouraging students to be critical, in the sense that is intended 
by the field of critical pedagogy? What are we doing as educators to advance the case of the edu-
cational stances that we claim to take? Despite linking criticality to global citizenship, the IB dis-
course could still be seen to be too safe in its liberal and humanistic ideology. Are we still being too 
neutral in our attempt to keep politics out of education? If we were really practising a critical peda-
gogy, we would be questioning ‘the hidden political assumptions and the colonial, racial, gender 
and class biases of schooling’ (Kincheloe, 2005: 34). A worthy comparison of discourse about 
attributes for global citizenship is with that outlined by Oxfam (2006). According to its framework 
for global citizenship education, Oxfam claims a ‘global citizen’ is someone who

•  is aware of the wider world and a sense of their own role as a world citizen
•  respects and values diversity
•  has an understanding of how the world works
•  is outraged by social injustice
•  participates in the community at a range of levels, from the local to the global
•  is willing to act and make the world a more equitable and sustainable place
•  takes responsibility for their actions

In discussing these attributes, Tarc (2012) places the Oxfam phrase ‘is outraged by social 
injustice’ in italics in order to emphasise the comparison with IB discourse; whereas Oxfam advo-
cates for a more critical orientation, an IB education is more liberal in its mission. Tarc goes on 
to say that, despite shared pedagogical aims, IB discourse ‘does not draw on the language of 
social justice or center its vision on the inequity of world resources and the widening gap between 
rich and poor’ (Tarc, 2012: 116). I would, however, argue that the IB Learner Profile attributes, 
which are the IB’s ‘mission in action’ (IBO, 2014: 4), do in fact suggest that the notion of injustice 
is something to be explored; students are encouraged to recognise their ‘interdependence with 
other people’ and to act ‘with a strong sense of fairness and justice’ (IBO, 2013, 2015). The word 
‘outraged’ in Oxfam’s attributes outlined above does, however, suggest a stronger feeling than 
simply recognising the injustice; outrage would suggest leading to action, whereas recognition 
suggests remaining passive.

The concept of being action-oriented is one of the key qualities of a 21st-century education 
according to Michetti et al. (2015). In an action-oriented school, students are given opportunities 
to be empowered to be ‘change-agents’ in the world (Michetti et al., 2015: 157). If students are in 
fact going to take real, meaningful action at some point later in their lives, surely a precursor to this 
is to feel some sense of ‘outrage by social injustice’ as in Oxfam’s (2006) model of global citizen-
ship education. Is this outrage the kind of dissonance or troublesome knowledge mentioned above? 
Do we not all need some kind of unsettling disruption to the status quo of our lives in order to 
encourage us to act on something? In our own lives, aside from our identities as teachers in inter-
national education, are we taking action for what we see as unjust? Can teachers inspire students to 
do this if they are not practising what they preach? A research review by Davies (2006) concluded 
that the ‘best two school-based predictors of whether people become active citizens … are (a) 
involvement in school democracy and (b) experience of doing some form of community service’ 
(p. 16). As community service is an important underlying requirement of IB programmes, it seems 
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logical that this is where a democratic pedagogy can happen. I argue, however, that a critical ser-
vice learning model, with its specific focus on social justice as an explicit aim, is the appropriate 
way to achieve the aims of democracy and potential student empowerment; such a model will be 
outlined below.

Critical service learning: a model for critical inquiry

According to the IBO, service learning is a ‘research-based approach’ (IBO, 2015: 20) to commu-
nity service activities, intended to connect what is learnt in the classroom with needs of a particular 
community; it should be ‘used in a structured way that connects classroom content, literature and 
skills to community needs’ (Berger Kaye, 2010: 9). The aim of any service learning programme 
should be to allow students the opportunity to ‘make connections between what they learn in the 
classroom and what they experience’ (Carney, 2014: 82), on one hand, allowing their knowledge 
to inform their experiences and, on the other, producing new knowledge as a result of their experi-
ences (Mitchell, 2008). One of the stated learner outcomes of service in the IBDP is that students 
can ‘show awareness of issues of global importance and take concrete and appropriate actions in 
response to them either locally, nationally or internationally’ (IBO, 2015: 48). The three strands of 
CAS (Creativity, Activity, Service) find themselves at the ‘heart’ of IBO DP, along with TOK and 
the Extended Essay. These three elements form the core of the IBDPs, and they have a responsibil-
ity to ‘foster and nurture international-mindedness, with the ultimate goal of developing responsi-
ble global citizens’ (IBO, 2013, 2015).While not, however, stipulating that the service strand of 
CAS needs to be within a specific service learning model, the IB does recommend this as a frame-
work, and the five CAS stages (Investigation, Preparation, Action, Reflection and Demonstration) 
should also be used (IBO, 2015: 20–22). This lack of insistence on a service learning model in the 
IBDPs is perhaps being too cautious, paying heed to the fact that it can mean a huge step for some 
schools to suddenly move to such an approach. The fact that it is now, however, apparent in the 
CAS guide (IBO, 2015) does mean that its importance as an approach to service and to student 
experiences has been addressed. Indeed, service learning is a unique form of experiential learning 
in that there is an intended mutual benefit:

Service learning programs are distinguished from other approaches to experiential education by their 
intention to equally benefit the provider and the recipient of the service as well as to ensure equal focus on 
both the service being provided and the learning that is occurring. (Michetti et al., 2015: 161)

To what extent the benefit is in fact equal is, however, something to be debated.
One could, however, argue that a service learning model is not enough if there is not some 

element of criticality involved in the process. As Miller and Oey (2015) recognise, there is in 
fact a growing body of literature that criticises traditional models of service learning, claiming 
that the learner-centred approach ‘exploits poor communities as free sources of student educa-
tion’ (Stoecker et al., 2009: 3) and that a ‘charity’ model ‘reinforces hierarchy and privilege, 
reproduces an unequal distribution of power, is paternalistic and can lead to greater feelings of 
difference, alienation and intolerance among students engaged in service’ (Clark and Nugent, 
2011; Herrmann, 2011; Mitchell, 2008). Such criticism implies the kinds of experiences that 
smack of so-called voluntourism, a kind of volunteer tourism where experiences tend to priori-
tise foreign interests and benefits over local ones (McGehee and Andereck, 2008; Raymond and 
Hall, 2008).

Critical service learning is defined as being an approach to service learning with the ultimate 
goal of being able to ‘deconstruct systems of power so the need for service and the inequalities that 
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create and sustain them are dismantled’ (Mitchell, 2008: 50). It departs from more traditional mod-
els of service learning by its focus on ‘a social change orientation, working to redistribute power, 
and developing authentic relationships’ (Mitchell, 2008: Abstract). Ross (2012) describes critical 
service learning as an approach that should intentionally ‘disrupt’ the borders between individuals 
from different backgrounds and positions of power to achieve the objectives of critical service 
learning based on ‘power distribution, reciprocity, and authentic relationships’ (Ross, 2012: 60).

From personal experience and from research conducted with high school students about their 
global service learning experiences, I would reiterate that the element of criticality is often missing 
in the process. I would in fact go so far as to say that in such short-term trips, where one is very 
much ‘looking-in’ on another way of life so foreign to one’s own, one is contributing to a superfi-
cial and potentially damaging impression of a culture, which can lead to generalisations and essen-
tialist attitudes about an entire nation and its people.

Ivan Illich (1968) states in a speech to the Conference on InterAmerican Student Projects 
(CIASP) in Cuernavaca, Mexico,

It is incredibly unfair for you to impose yourselves on a village where you are so linguistically deaf and 
dumb that you don’t even understand what you are doing, or what people think of you. And it is profoundly 
damaging to yourselves when you define something that you want to do as ‘good’, a ‘sacrifice’ and ‘help’.

An example of such ‘damage’ filters through high school student impressions of a short-term, 
week-long high school service learning trip to India. On the last day of the trip, students were asked 
to briefly summarise in writing what they felt they had learnt. On reflecting on what they learnt 
through the trip, there seemed to be a common impression that people living in slums were ‘happy’; 
one student commented,

Not everyone who is poor is unhappy.

A further one noted,

I learned that the kids are happy as they are despite circumstances and every little bit makes them eternally 
grateful

In the same vein, further comments reiterated a similar idea:

Just because someone has so little doesn’t mean they can’t enjoy life to the fullest.

You don’t have to have everything in order to be happy.

Having had the opportunity to go into a slum and interact with the children has left the impres-
sion on many students that, despite their preconceptions that all poor people would be unhappy, 
this was in fact not the case. The students seem unable to place their visit to this slum within its real 
context, namely, a fleeting interaction of a few mornings playing games and having fun. Of course 
the children would appear to be ‘happy’ in these moments and, perhaps, felt that way too, espe-
cially since the high school students with whom they were interacting had funded the school that 
they were now able to visit every day. Not disputing the fact that the children in the slum may have 
enjoyed the student visits, what is troubling is how the high school students perceive their role in 
this intercultural relationship and how ‘service’ can easily be reduced to a few moments of super-
ficial interaction. What is potentially damaging about the impressions above is that we are in 
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danger of producing students who want to feel satisfied or fulfilled by having ‘done their job’ for 
the distant poor people, namely, through flying halfway across the world to play with them and 
provide them with some moments of happiness. Students can leave with the feeling that, having 
gained a snapshot of the world of such slum children, they can justify their own lives and social 
contexts with the knowledge that even those much less well-off than them are in fact ‘happy’ just 
as they are and that they have been able to witness this ‘happiness’. Such an approach results in a 
false understanding and a widened cultural gap, possibly even in reinforced prejudices and stereo-
types (Peterson, 2002). If student impressions were to be left as such, teachers would not be fulfill-
ing their duties as pioneers of critical thinking and as the ones to inspire a generation of 
change-makers. Student experiences alone are not enough, and as Kolb (1984) emphasises, experi-
ence on its own does not guarantee learning. If short-term service trips are going to happen within 
schools, then it is essential that they are within an educational framework for (1) service learning, 
where students make connections between their experiences and their learning in different subject 
areas (Mitchell, 2008), and (2) a more critical service learning approach, where there is a more 
specific social justice aim (Rosenberger, 2000; Wade, 2001).

Service learning offers an exciting, innovative approach to experiential learning that can bring 
together international mindedness, global citizenship and critical pedagogy, and involvement in it 
can lead to the kinds of meaningful student engagement for which the IB advocates. A critical 
pedagogy, according to Wright (2012), ‘privileges a mode of experiential transformative learning’ 
(p. 62):

1.  experiential – it is not based on integrally transmissible information but it is a process of self-questioning 
that one must go through

2.  transformative – it reconfigures dominant value systems by which one’s behaviour is, often 
unconsciously, regulated

3.  learning – techniques and dispositions of critical thought are acquired and it opens up spaces in which 
new perspectives can be shared and challenged

Combining a ‘students as researchers’ approach to critical service learning within such a frame-
work could in fact lead to the kind of student transformation that forms part of the IB imagination; 
it could, for some, provide for learning experiences that are ‘profound and life changing’ (IBO, 
2015: 8).

A democratic, dialogic pedagogy: students as researchers

As Bragg (2010) argues, consulting young people is not only ‘recognising their rights, but also 
about developing skills of cooperation that are necessary in order to achieve a more cohesive and 
democratic society’ (Bragg, 2010: 20). Through dialogic teaching, or ‘dialogic pedagogy’ 
(Skidmore, 2002), the teacher can provide ‘accompaniment not answers’ (Roberts, 2009: 74), and 
students take on shared ownership of the knowledge that is produced. Figure 3 outlines this con-
cept of ‘dialogic pedagogy’ and how it differs from a more traditional teaching approach where 
teachers hold the power. In Freire’s (1970) emancipatory methodology, he calls for a reconciliation 
of ‘the poles of the contradiction’ so that discourse means that educators are both ‘simultaneously 
teachers and students’ (p. 53).

In IB education, there is a strong need to implement some of the pedagogical principles that 
underpin the curriculum in order to ‘meet the needs of 21st-century global citizens’ (Fabian, 2011: 
34). The relationship between teacher and student should also drive the pedagogy, with the teacher 
becoming the learner, students being empowered as learners and the classroom 
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becoming democratised (Fabian, 2011: 24–25). In such a way, an IB education can ‘move beyond 
manipulation, tokenism and consultation with students to a shared dialogue between teachers and 
students’ (Wisby, 2011: 32). Perhaps, as mentioned above in the context of IB discourse in particu-
lar, this dialogue can even provide for the creation of new knowledge that drives future discourse. 
This would be a way of providing students with a ‘significant voice’ (Fielding, 2001) as ‘research-
ers in their own right’ (Bragg, 2010), shaping the future direction of the educational framework 
within which they find themselves. In this way, a pedagogy of students as researchers provides for 
the kinds of empowerment and engagement that are embedded within the discourse of international 
mindedness and global citizenship.

One of the most obvious questions that arise when considering such a shift in pedagogy is how 
one can possibly achieve such ambitious goals within the constraints of our everyday lives at 
school. How can we as teachers decide whose voices to listen to and how? A realistic answer to this 
is that one should move away from considering this shift as being something ‘ambitious’ in the first 
place. Rather, it can be considered to be a slight change of direction, a wonderful exploration and 
construction of knowledge that can take place within classrooms or institutions. If the practicalities 
of the day-to-day functioning of schools prevent teachers achieving their ambitions, then they must 
work within the frameworks that currently exist. It is nothing new to suggest that teaching method-
ologies have moved beyond a ‘banking model’ of education (Freire, 1970), where content is trans-
mitted to students as if they were vessels to be filled. As Perkins (2014) states, the agenda of 
education should be ‘bolder’, looking towards the future and not just be ‘passing along the contents 
of already open boxes but fostering curiosity for those still unopened or barely cracked open’ 
(Perkins, 2014: 23). If teachers are prepared to peer inside the boxes with their students, who 
knows what treasure may be found?

Conclusion

In her summary of future directions for IB educators, Davy (2011) concludes that the IB can pro-
vide leadership in international education in a number of ways, namely, through strengthening 
elements of global citizenship in all IB curricula, developing assessment tools, empowering stu-
dents through their use of and access to technology and strengthening the terminology used in 
describing and explaining the IB philosophy. One could argue, however, that while these elements 
could certainly be a way forward for the areas of global citizenship and international mindedness, 
there is nothing specific here about how these things can be achieved. What about the pedagogy of 
active learning and enquiry that she talks about earlier on in the paper? How should teachers and 

 Pedagogic dialogue  Dialogic pedagogy

Controlled by teacher Shared control: teachers / students

Directed towards “right answers” Directed towards exploring possibilities

Right answers are valued “Wrong” answers / risk-taking are valued

Closed teacher questioning Open-ended speculative questioning

Teacher has more “talk time” Students have more “talk time”

Limited participation Inclusive participation

Outcome – focused Unpredictable

Teacher owns the truth Truth is the shared outcome

Figure 3. Moving from pedagogic dialogue to dialogic pedagogy (after Skidmore, 2002).
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their students be constructing knowledge together? A discussion of how these goals are to be 
achieved needs to be laid out; there is no use in strengthening terminology if it is not based on 
empirical and active ways of knowledge construction. As in any form of teacher inquiry, knowl-
edge is developed that subsequently informs further teaching; it is about ‘creating new forms of 
understanding, since action without reflection and understanding is blind, just as theory without 
action is meaningless’ (Reason and Bradbury, 2008: 4).

The ‘students as researchers’ methodology discussed in this article is a way forward for IB edu-
cators. This cannot, however, be achieved without conditions being created within IB schools that 
allow for this to happen; teacher professional development, visionary leadership and flexibility and 
time within the organisation of day-to-day schooling can be ways to provide for this. As a future 
way forward, it is hoped that ways will be found to enable practitioners to work with IB students 
in their CAS and service learning time so long as the conditions allow for this to happen. As CAS 
Coordinator, I see myself only partly in an administrative role; the other, more significant role I 
play is that of a learner alongside the students, curious to create knowledge with them and for them. 
In my experience, teachers do not want another ‘add-on’ to the curriculum that they feel they have 
no time to fully understand, yet are asked to achieve. The very nature of global citizenship and 
international mindedness should in fact be that these things drive everything that a school is about; 
a teacher cannot work in isolation in trying to create an ethos. Rather than the discourse being 
present in a school mission as a static entity, teachers and students can bring the mission to life 
through a shared partnership of critical understanding. If teachers are never given the chance to 
explore the perspectives of those who surround them in their own learning communities or the 
chance to reflect on the structural hierarchies and societal conditions that got them there, then they 
are surely not truly living up to the ideals of an internationally minded education. Echoing Peterson 
(2002), teachers should be providing students with the opportunity to ‘place their intellectual learn-
ing in the context of personal ethics’ and to ‘consider their present and future roles as actors in the 
social dramas they are studying’ (pp. 173–174).

As a researcher-practitioner, I am profoundly aware there is an identifiable need to link together 
educational theory and practice. As a teacher and CAS Coordinator, with the kind of access to 
students that many educational researchers would dream of, I have the opportunity to contribute to 
the need for practitioner enquiry and to work towards creating new knowledge with my students, 
in turn deepening their learning experiences. Through an analysis of theories related to critical 
service learning and a focus on a critical approach to research methodologies, I am able to imagine 
future possibilities for an education for the IBDP that I very firmly believe in, and I intend to work 
towards achieving a pedagogical model that can bring these theories and discourse to life. In his 
discussion about democratic education, which can be applied to an IB Diploma education, Fielding 
(2015) notes that although we may not all agree on the ‘deep purposes of education’, one can go so 
far as to say that all educators share a common commitment, namely that of a ‘richer notion of 
education than the replication of a diminishing and demeaning notion of schooling that serves the 
economic purposes of a privileged elite’ (Fielding, 2015: 4). If international schools or IB Diploma 
schools could be considered to belong to this ‘elite’, then it is all the more paramount that the edu-
cation that happens within them is within a democratic, critical framework, questioning the injus-
tices and power relations in place. Indeed, it is certainly risky to critique a system that one may be 
part of, but in order to reach the aims of social justice and action, as outlined in this article, this 
critical stance is a necessity. A democratic, critical, dialogic pedagogy can help us all to remain true 
to the democratic ideals of education that are embedded within the IB discourse of global citizen-
ship and international mindedness. Such an approach can add meaning to these concepts while also 
potentially uncovering alternative terminologies along the way.
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